This longitudinal study examined the PRAXIS I experiences of African
resonated with our own work in a program designed to recruit and support college students of color who wish to become teachers, especially their experiences with the PRAXIS I (Professional Assessment for Beginning Teachers) test. This examination covers "basic knowledge" in reading, writing, and mathematics and is required for admission into the teacher education program (TEP) at our university. Grant's work reminded us of students such as Bill, a talented African American mathematics education major who told us:
Since I was younger I always wanted to be a teacher. And so when I got in high school it was just like, really I knew, like my senior year, that this was something I wanted to do. And like, you get to college and you take your classes and like I'm getting a 3.6 [grade-point average (GPA)] over three semesters. And then, for them to tell you that if you don't pass this test, then you're not moving forward. It's like all that other work is in vain. Like right now I could care less about all my other classes 'cause that's really nothing if you don't pass the PRAXIS exam 'cause you're not gonna be able to become what you want anyway, and I think that's how, whoever makes these tests is going to miss out on a lot of good teachers. . . . It's like a lot of pressure. . . . This is your future, your family . . . this is what you wanna do. This is your life and that's the way it is. Your life is in the click of a mouse and that's that, that's sad if you want to be a teacher.
In this article, our students in Project TEAM help us tell a story of oppression and privilege associated with the PRAXIS I exam at our university that may reverberate in other colleges and universities across the country. Here we define oppression in terms of established policies and practices that systematically produce inequalities in American society, whether or not these policies and practices are intentional on the part of individuals who maintain them. As a structural concept, oppression refers to "the disadvantage and injustice some people suffer not because a tyrannical power coerces them, but because of the everyday practices of a well-intentioned liberal society" (Young, 2000, p. 36) . Oppression may be direct, as in the case of discriminatory policies and informal practices that segregate ethnic-minority and low-income students into inferior public schools or that resegregate them into inferior classrooms (Feagin & Feagin, 1978; Feagin, Vera, & Imani, 1996; Young, 2000) . Direct oppression leads to indirect oppression when these poorly prepared students cannot compete with their better prepared peers and do not qualify on tests such as the PRAXIS I, even though schools of education are eager to recruit ethnic-minority, first-generation college, and low-income students. Moreover, standardized tests are in themselves an example of direct oppression in action because they are known to be culturally biased (Anastasi, 1988; National Research Council, 1999 ) and yet are still used as a standard for admission into TEPs across the country.
The primary voices in our research were 18 Project TEAM students who took the PRAXIS I exam in 2003 and 2004 . However, their experiences were nested within a 10-year study of Project TEAM students that provides a longitudinal context for their revelations. Our students were highly diverse in terms of socioeconomic status, educational opportunities, and (among our Latino sample) nation of origin; some of them came from privileged families, while others had family histories of poverty and parental incarceration and had attended schools characterized by "pedagogy of poverty" (Land & Legters, 2002) . But, as undergraduates at a Big Ten university, all of them were to some degree privileged, and they were motivated to teach as a way to give back to the next generation of schoolchildren or to help them become better prepared than they were. We begin with some background on Project TEAM and the PRAXIS I examination, continue with our conceptual framework and methodology, and then describe three "group portraits" that capture our students' perceptions about their experiences with PRAXIS I.
Project TEAM and the PRAXIS I Exam
Project TEAM is a merit-based academic support program within Indiana University's School of Education aimed at students who wish to teach in urban or culturally diverse suburban schools. Its goal is to increase the number and strengthen the preparation of preservice teachers of color who will teach in these areas. TEAM students enroll in an all-cohort honors seminar each semester until they begin student teaching and are awarded a scholarship. We initiated the program with our first cohort group in the fall semester of 1996 and welcomed the ninth cohort group in the fall of 2004. To be admitted to Project TEAM, students must meet a number of criteria: a GPA of 2.5 or above, completion of 30 credit hours, a high-quality essay and application materials, a history of community service, previous experience in culturally diverse schools or communities, and a commitment to teach for 3 of their first 5 years after graduation in culturally diverse or urban school contexts. Since its inception, students in the program have been very strong in all regards, particularly academically. Some TEAM applicants meet the requirements to gain official entry into a TEP before admission to Project TEAM.
1 Criteria for entry into the TEP include completion of certain core classes and passing scores on all three sections of the PRAXIS I exam (Pre-Professional Skills Test [PPST] ). Many students are provisionally admitted into TEAM at the end of their freshman year to begin officially in the fall; students who have passing scores on all sections of the PPST are awarded a TEAM scholarship.
After the establishment of Project TEAM more than a decade ago, the numbers of African American and Latino preservice teachers quickly doubled in our School of Education and TEP. In 2001, an outside evaluation of Project TEAM indicated that education students of color in Project TEAM graduated at an overall rate of 79%, as compared with 48% among education students of color who were not involved in TEAM; the teacher certification rate among TEAM graduates was 71% (Sarraf, 2003) . However, this promising trend began to change with our fourth and fifth cohorts, when a high number of our students did not attain passing scores on the PPST and thus could not enter a TEP. For example, the PRAXIS I passing rate declined to 36% in Will I Ever Teach? in comparison with 81% in Cohorts 1-4. As we began to investigate, we learned that a number of changes had been made in PRAXIS I in the spring of 1999. First, the actual format of the test changed. This was a decision made by the Educational Testing Service (ETS), and several researchers have publicly criticized the process used to determine the selection of items for the new versions of the test (e.g., Sutton, 1997) . Second, at the state level, in the case of Indiana and many other states, the cut (or passing) score was increased on all sections and versions of the test. 2 Third, all equivalency options (such as SAT scores above 1,000) were omitted, and all students began to be required to take and pass the PPST.
3 Finally, at our university, the test was changed from an exit exam to an entry exam for the TEP.
We were informed by a member of Indiana's Academic Standards Board who is also an official at our university that the format changes to the test were initiated and instituted by ETS; the Academic Standards Board instituted the other changes. As explained to us by this individual, the board was largely motivated to show that the state's standards and criteria were among the most stringent in the country. To accomplish this objective, the board reportedly took the average score obtained on each section of the test by students in the state and made the new "passing score/cut score" equivalent to one full standard deviation above the mean for each section. Thus, while the board expresses a desire to increase the diversity of the teaching force in the state, this goal apparently is perceived as contentious with or secondary to the need to show stringency with increasingly higher cutoff scores.
Faced with a growing number of TEAM students who have been unable to pass one or more sections of PRAXIS I, many missing the cutoff score by a point or two, we launched a PRAXIS I preparation intervention. In this article, we present the results of a study that involved 44 students in Cohorts 6-9, including 18 students who participated in a series of structured focus-group interviews focusing on their experiences with the PRAXIS I examination.
PRAXIS I and the Preparation Intervention
The PRAXIS I (or PPST) tests are reportedly designed to "measure basic skills in reading, writing, and mathematics" via one of two formats: paper-based tests or computer-based tests (www.ets.org/praxis). The writing test includes both multiple-choice questions and an essay section. The time allowed for each section is comparable in the two formats but slightly longer for the computer-based test. On the paper-based test's reading and mathematics sections, students respond to 40 multiple-choice questions; the testing time is 60 minutes (1.5 minutes per question, including time to read passages on the reading test). The writing test consists of 38 multiple-choice questions and 1 essay question, with two 30-minute sections. In the computerized PPST, 4.5 hours are allowed for completion of the combined test: 75 minutes for 46 multiple-choice questions on the reading and mathematics tests, 38 minutes for 44 multiple-choice questions on the writing test, and 30 minutes to complete an essay for the writing test.
In addressing "who takes the tests and why" on its Web site, ETS notes that "colleges and universities may use PRAXIS I: Pre-Professional Skills Assessments to evaluate individuals for entry into teacher education programs. The assessments are generally taken early in your college career." However, categorizing this examination as a "test of basic skills" could be considered a misnomer. As explained by Tannenbaum and Rosenfeld (1994) and confirmed in a telephone conversation between Tannenbaum (who is also director of ETS's Division of Applied Measurement Research) and the second author, the skills assessed by the PRAXIS I tests were chosen by more than 2,000 teachers in the field as the necessary ones for entry-level teachers to possess as they begin their first year of teaching. When we questioned the rationale of requiring freshman or sophomore college students to evidence such skills before being accepted by a TEP, and thus perhaps even prior to having the opportunity to access the coursework and experiences necessary to develop these skills, the response was essentially that this choice is the prerogative of the various schools and colleges of education.
The Appendix presents sample questions from Learning Express Library's (LEL's) PRAXIS I Practice Exam I (http://www.learningexpresslibrary.com/ or www.learnatest.com). LEL is an online database designed to test preparation in basic skills and career advancement, and it is the online preparation system that our university subscribed to during the time of the implementation of our intervention and the writing of this article. (PLATO had previously been used, but its high cost allowed our school to purchase only two portals, which means that only two students from our entire university could access the system at any given time.) With LEL, all of our students could access the practice exams simultaneously, take practice tests, and immediately receive scores and feedback as to how they would perform on the actual PPST given their current (LEL-based) performance.
The examples shown in the Appendix reveal that a strong vocabulary is needed to derive the correct answers in a limited amount of time. Furthermore, solid knowledge of particular cultural contexts is also needed, especially for Questions 5 and 6. These are precisely the types of questions that students who have not experienced a high-quality K-12 education have difficulty with.
The Project TEAM students who either had not yet taken or had not passed the PPST participated in our fall 2003 PRAXIS I workshop. Rather than participating in the Project TEAM honors seminar each week, these students completed 2.75-hour-long sessions over the course of 14 weeks. These sessions included the following: content or skill experts presenting information relevant to each section of the test and answering students' questions about formulas and problem-solving strategies (specifically in the case of mathematics), provision of new practice tests (and thus novel test stimuli) each week, opportunities to take practice tests under conditions closely simulating the actual PRAXIS I, small-group practice during which students were able to discuss their answers and their processes and problem-solving approaches before learning the correct answers from the instructors, use of LEL resources, and access to and any needed support from Project TEAM staff and TEAM veterans who had already passed the test.
The Problem and Issues Addressed
Several demographic trends underscore the compelling need to recruit more teachers of color. First, while the nation's school-aged population is becoming increasingly diverse, the teaching force remains predominantly White, middle class, female, and monolingual. According to current demographic studies, about 10% of the nation's teachers are members of minority groups (6% African American and 4% other teachers of color), and almost 75% are female (National Education Association, 2003) . In contrast, students of color now represent nearly 39% of the school-aged population nationally, with about 17% speaking a language other than English at home. And in the state of Indiana, where the percentage of schoolchildren of color increased from 11.1% in 1974-1975 to 17% in 2001-2002 , the percentage of teachers of color during this period declined from 6.1% to 4.8% (National Education Association, 2003) . As noted by Gibson (2002) , "Once again, we have become a nation of immigrants. Today, one in five Americans is either an immigrant or the child of an immigrant" (p. 241). Since 1970, when only 4.7% of U.S. residents were foreign born (as compared with 14.7% in 1910), the numbers of such individuals have tripled; nearly one half of these new immigrants are Latino, with 28% coming from Mexico alone (Gibson, 2002) . Thus, there is "a pressing need to recruit more Latinos into teaching so that our teacher force is more reflective of the student population" (Gibson, 2002, p. 247 Orfield, Losen, Wald, and Swanson (2004) reported that, nationally, only about 68% of students who enter 9th grade graduate "with a regular diploma in 12th grade" (p. 2). Among most minority groups, and especially male members of these groups, these figures are substantially lower. Orfield et al.'s calculations showed that in 2001 "only 50% of all black students, 51% of Native American [students] , and 53% of all Hispanic students graduated from high school. Black, Native American, and Hispanic males fare even worse: 43%, 47%, and 48% respectively" (2004, p. 2) .
In many schools across the nation, racial-and language-minority students constitute a "majority of minorities," are overrepresented in special education, and experience disproportionately high rates of suspension and expulsion. African Americans and Latinos usually attend schools with large concentrations of economically disadvantaged or lower achieving students. These are schools where teachers often deemphasize higher order thinking skills and higher level teacher questions because of the misconception that low-achieving students must master basic skills before they can develop higher level skills (Foster, 1995) . Some studies suggest that, relative to their nonminority peers, racial-and language-minority students experience differential treatment and lower teacher expectations of (Padron, 1994) , as well as assimilationist education policies and practices that ignore rather than build upon the linguist and cultural knowledge English-language learners bring to school (Valdes, 1996; Valenzuela, 1999; Wortham, Murillo, & Hamann, 2001) . In combination, these conditions lead to poor academic preparation among numerous high school graduates of color and low-income graduates who enter colleges and universities across the nation, some of whom have hopes of becoming teachers.
Many scholars argue that these declines in educational attainment contribute to the shrinking numbers of teachers of color and the loss of teacher role models and cultural mediators, which in turn contributes to lower levels of academic attainment among many low-income students and students of color (McNeil, 2000) . A vicious cycle of declining numbers of ethnicminority teachers can be explained by decreases in college enrollment rates among ethnic-minority students, decreases in the number of African Americans and Latinos entering the teaching profession, and changes in teacher certification requirements to include standardized testing, especially tests required for admission into a TEP. According to numerous researchers, admission tests are transforming a predominantly White population of prospective teachers into an even more homogeneous group (Mikitovics & Crehan, 2002; Sutton, 1997) . In this study with our Project TEAM students, we sought to understand the admissions test phenomenon from our students' perspective and to find ways of addressing the inequities in access to teacher education that occur at our university and others across the nation.
Theoretical Framework and Research
Three interactive areas of literature provided a guiding lens for our research: sense of ethnic identity, stereotype threat, and the theory of cultural continuity/ discontinuity. In addition, we consulted the extensive literature on bias in standardized tests as well as issues of equity in educational opportunity and access, especially in teacher education. We were interested in factors known to be related to college student attainment, such as precollegiate academic preparation and standardized test scores (SAT or ACT), and background variables such as parental education, interracial contact experiences, and locations of precollegiate education.
Ethnic Identity
Ethnic identity refers to the degree to which one feels connected with a racial or cultural group that is important to one's family. Ethnic identity is a complex cluster of factors "including self-labeling, a sense of belonging, positive evaluation, preference for the group, ethnic interest and knowledge, and involvement in activities associated with the group" (Phinney, 1996, p. 923) . The strength or degree of one's ethnic identity is significantly influenced by factors such as the language spoken in one's home, the ethnic composition of one's neighborhood, and the percentage of one's friends who are in the same ethnic group. There are developmental differences specific to individuals over the span of their lifetime, as well as tremendous variability within any given ethnic group in terms of strength of ethnic identification, adherence to familial cultural values and norms, and experiences in the predominantly White society.
Ethnic identity development is an important issue in higher education research (e.g., Evans, Forney, & Guido-DiBrito, 1998) . Beginning with Project TEAM research in 1997, our definition of ethnic identity development has been based on the racial identity models developed by Cross (1972 Cross ( , 1989 Cross ( , 1995 , Banks (1981) , and Helms (1995) . These researchers have developed stage theories that share common themes of preexposure/precontact, encounter or conflict, retreat into one's own culture or (among Whites) overidentification with minority groups, development of a healthy sense of one's own ethnicity, the process of becoming multicultural, and concern with issues of social justice. According to Cross (1972) , whose work underlies most contemporary research on ethnic identity development among college students (Evans et al., 1998) , African Americans in Stage 1, or preencounter, accept the dominant Anglo-European worldview and seek to become assimilated into White mainstream society. The second stage, encounter, is triggered by a shattering experience that destroys people's previous ethnic self-image and changes their interpretations of the conditions of African Americans in the United States. Individuals in Stage 3, immersion-emersion, want to live totally within the Black world and tend to become preoccupied with everything Black (e.g., literature, clothing, forms of expression), and they may develop a pseudoBlack identity based on hatred and negation of Whites rather than affirmation of a pro-Black perspective. In Stage 4, internalization, individuals achieve greater inner security, self-satisfaction, and a healthy sense of Black identity and pride and feel less hostility toward Whites. Individuals who move into Stage 5, internalization-commitment, become actively involved in efforts to bring about social justice through structural changes in society.
In his review of research on Black students at predominantly White universities that are "largely run by Whites for Whites," Sedlacek (1987) argued that a strong sense of ethnic identity is related to positive on-campus academic experiences and social interactions. Across diverse ethnic groups, ethnic identity has been shown to be positively related to self-esteem, self-efficacy, coping ability, mastery, and optimism (Roberts et al., 1999; Smith, Walker, Fields, Brookins, & Seay, 1999) and negatively related to depression, substance use, and aggression (Belgrave, Brome, & Hampton, 2000; McMahon & Watts, 2002; Roberts et al., 1999) . Ethnic identity research has important implications for minority student test taking, particularly in the case of standardized tests such as the PPST. Students' readiness and comfort with intergroup contact situations are influenced by their sense of ethnic identity; students in stages of immersion or retreat are less trusting in interracial settings (Steele, 2001 ) and less able to interact comfortably in these settings.
Thus, we sought to address the impact of ethnic identity on our students' experiences with PRAXIS I. Over the years, we have learned that many TEAM students develop a stronger sense of ethnic identity through their interactions with peers in the all-minority honors seminar (Bennett, 2002; Bennett, Cole, & Thompson, 2001) , and this support may assist them in attaining passing scores on the PRAXIS I exam.
Stereotype Threat
Conceptions of stereotype threat provide another lens for understanding our students' experiences with the PRAXIS I exam (Steele, 1997 (Steele, , 2004 Steele & Aronson, 1995 . According to this theory, individuals who internalize society's negative stereotypes about a group they identify with often experience self-doubt and anxiety in situations in which they could inadvertently confirm these stereotypes, for example, women in mathematics and "stereotypes elicited by the terms yuppie, feminist, liberal, or White male" (Steele & Aronson, 1995, p. 797) . The theory of stereotype threat argues that "behaving in a situation in which one is at risk of confirming a negative stereotype about one's group, or of being seen or treated stereotypically, causes emotional distress and pressure" (Steele, 1997, p. 618) and helps explain how anxiety and extra pressure in academic testing situations can affect the test performance of such groups as African Americans and women in mathematics (Steele, 1997) .
On the basis of his research with African American and White college students and standardized tests, Steele argued that lower test scores among bright African American students do not result from conscious or unconscious acceptance of negative stereotypes about African American intelligence or from lesser intellectual abilities or skills; rather, these students "have to contend with this whisper of inferiority at the moment when their mental abilities are most taxed. In trying not to give credence to the stereotype . . . the students may redouble their efforts only to work too quickly or inefficiently" (Waters, 1995, p. 45) . We were aware of this work by Steele and his colleagues, as well as numerous other studies that confirm stereotype threat as a factor in the lower achievement of African American students in academics and on tests, even when social class is considered, and we found anecdotal evidence of this phenomenon among our Project TEAM students. Therefore, we decided to address it in this phase of our research focusing on our students' experiences with the PRAXIS I test.
Theory of Cultural Continuity/Discontinuity
According to the theory of cultural discontinuity, "much of the school failure exhibited by African-American children [and we would include Latino children] can be explained in terms of the cultural discontinuity resulting from a mismatch between salient features cultivated in the African-American home and proximal environments and those typically afforded within the United States educational system" (Allen & Boykin, 1992, p. 586) . Imbedded in this theory is a conceptual framework for the study of African American child socialization that reflects the bicultural nature of the African American community and captures the "uniformity, diversity, complexity and richness of Black family life" (Boykin & Toms, 1985, p. 38 ). This framework is based on the premise that African American culture encompasses three different realms of experience: mainstream, minority, and Black cultural or Afro-cultural.
Mainstream experience entails beliefs, values, and behavioral styles common to most people living in the United States, whereas minority experience refers to certain coping strategies and defense mechanisms developed by many minority groups to face life in an oppressive environment. Afro-cultural experience is essentially the link between contemporary African descendants throughout the Diaspora and traditional West African worldviews. (Allen & Boykin, 1992, p. 588) On the basis of a distillation of scholarly writing on linkages between West African cultural ethos and the core character of African American culture, Boykin identified nine "interrelated but distinct dimensions" that are manifested, mostly in terms of stylistic behaviors, in the lives of African Americans (Boykin & Toms, 1985, p. 41) . These nine dimensions are as follows: (a) spirituality, a vitalistic rather than mechanistic approach to life; (b) harmony, the belief that humans and nature are harmoniously conjoined; (c) movement expressiveness, an emphasis on the interweaving of movement, rhythm, percussiveness, music, and dance; (d) verve, a receptiveness to relatively high levels of sensate stimulation; (e) affect, an emphasis on emotions and feelings; (f) communalism, a commitment to social connectedness wherein social bonds transcend individual privileges; (g) expressive individualism, the cultivation of a distinctive personality and a proclivity for spontaneity in behavior; (h) orality, a preference for oral/aural modalities of communication; and (i) social time perspective, an orientation in which time is treated as passing though a social space rather than a material one.
Overall, this line of research argues that aspects of African American culture can be incorporated into classroom pedagogy to facilitate learning among African American children. These studies also affirm the view that cultural discontinuity between home and school settings contributes to the academic difficulties many children of color experience in mainstream schools. Other studies have shown that assimilationist school policies are often rejected by Latino youth, especially boys, in that their desire to preserve their language and culture results in resistance to the school's expectations for success (Gibson, 2002; Villenas, 2002) . Given that the PRAXIS I test is quintessentially mainstream, the socialization experiences of TEAM students can affect their performance on the test. Specifically, we wondered whether students socialized in Afro-cultural or Latino-cultural experiences might have more difficulty with the test than students socialized in mainstream or minority (bicultural) experiences.
Issues of Equity in Standardized Tests
Our work is also embedded in research on high-stakes testing, particularly the effects of testing on students of color who wish to enter teacher education.
The development and widespread use of proficiency tests in teacher education have been documented in response to A Nation at Risk: The Imperative for Educational Reform (National Commission on Excellence in Education, 1983), which reported the apparent decline in students' achievement on standardized tests (Garcia, 1985; Mikitovics & Crehan, 2002; Snow, 1995) . It is without question that our nation's children deserve high-quality education and therefore access to teachers who are excellent at their craft. We must demand both for them, for their own sake and for the sake of our country. At issue here, however, is whether standardized tests in general, and the PPST in particular, represent the best way to ensure "quality" and excellence in potential educators. The many well-documented problems associated with each would seem to indicate that these tests in their past and current forms are not the answer. Specifically concerning the PRAXIS I, research has identified psychometric and measurement concerns related to concurrent validity, predictive validity, and consequential validity (Mikitovics & Crehan, 2002) . PPST scores duplicate ACT scores in mathematics and reading and weakly correlate with undergraduate GPA (Dybdahl, Shaw, & Edwards, 1997; Mikitovics & Crehan, 2002) , and they do not predict classroom performance (Ayers, 1989; Dybdahl et al., 1997; Hicken, 1992; Mikitovics & Crehan, 2002; Salzman, 1991) . Also, a disproportionately high number of African Americans and Latinos do not attain passing scores (Flippo, 2003; Garcia, 1985; Mikitovics & Crehan, 2002; Minnesota Board of Teaching, 1991; Smith, 1987a Smith, , 1987b Snow, 1995) . Since the mid-1980s (approximately when the teacher competency tests currently in use were introduced), a number of researchers and reports have argued that there is a link between the introduction of teacher education admissions tests and declines in the numbers of students of color who enter teacher education and eventually obtain licensure (Flippo, 2003; Memory, Coleman, & Watkins, 2003) . Indeed, while no published nationallevel pass-fail rates on the PPST could be located, Smith (1987a) documented that 26% of all test takers and 56% of minority-group members seeking admission to TEPs in Texas during 1984-1987 failed one or more of the three PPST tests. Similar rates have been found by researchers examining failure rates on the test and effects on minority test takers' aspirations to enter the teaching profession (Garcia, 1985; Minnesota Board of Teaching, 1991; Smith, 1987a Smith, , 1987b Snow, 1995) .
According to Anastasi (1988, p. 357) , no single test can be universally applicable or equally "fair" to all cultures, and every test tends to favor individuals from the culture in which it was developed.
Since all [human] behavior is . . . affected by the cultural milieu in which the individual is reared and since psychological tests are but samples of behavior, cultural influences will and should be reflected in test performance. It is therefore futile to try to devise a test that is free from cultural influences. The present objective in crosscultural testing is rather to construct tests that presuppose only experiences that are common to different [sub] cultures. (Anastasi, 1988, p. 357) Moreover, we know that attempts to ensure that standardized tests such as the SAT and PRAXIS I are culturally neutral inadvertently hurt people of color (Crain, 2004; Wakefield, 2003) . With respect to the October 2000 SAT:
[It was] discovered that the test makers retained all the pretest items on which white students outperformed African Americans and Latino students, but they discarded all the pretest items on which African Americans and Latinos outperformed whites. These items weren't associated with most of the other high scores-those achieved by large numbers of whites-so the items were thrown out. (Crain, 2004, p. 2) These decisions were motivated by the goal of strengthening the test's internal consistency and were not a deliberate attempt to exclude students of color (the test developers did not know the racial identity of individual test takers). However, the end result is an unfair test that does in fact discriminate against many talented students of color who hope to become teachers. Now that this truth is known, there is no excuse to allow the unfairness to linger. Schools of education such as our own can and should make adjustments in the admissions process, and state credentialing agencies must do so as well. Writing about the impact of the PPST, Gitomer and associates argued that "the effect of testing on the diversity of the teaching force is not promising. . . .
[It] takes a predominantly Caucasian population of potential teachers and creates an even more homogeneous group" (cited in Mikitovics & Crehan, 2002, p. 217 ). Validity problems arise
[from the overall "mainstream bias" in these tests,] including a norming bias (small numbers of English-language learners in the sample, making it potentially unrepresentative); from content bias (the test reflects the dominant-culture standards of language, knowledge and behavior); and from linguistic and cultural biases affecting students' formal test performance (timed testing, difficulty with English vocabulary), and the great difficulty of determining what bilingual students know in their two languages. (Heubert & Hauser, 1999, p. 225) 
Research Questions
In fall 2003, we initiated an effort to better understand PRAXIS I experiences among Project TEAM students. We wanted to determine how, if at all, the students prepared for the test on their own; what aspects of the test, if any, were most challenging for them; and how we could help them prepare to take and pass the test. Because we work closely with the TEAM students over several years, we come to know them all well, and in the fall of 2003 we perceived an overwhelming level of student anxiety and concern about the PRAXIS I test. We therefore divided the honors seminar into two multicohort sections: one for students who had already attained passing scores on PRAXIS I and one for students who had not yet taken the test or who had taken it and not passed one or more sections. Students in the second section worked together to prepare for the test and were expected to take it at the end of the semester. Our research questions were designed to help us understand similarities and differences among the perspectives of first-time passers and those who had difficulty with one or more sections of the test.
Broadly stated, our primary research questions were as follows: (a) How is the actual experience of preparing for and taking PRAXIS I similar and different among three groups of our students: those who attain a passing score on their first attempt, those who take the test two or more times before attaining passing scores, and those who are still struggling to pass the test? (b) To what extent, if any, do sense of ethnic identity, stereotype vulnerability, cultural discontinuities, and test bias make a difference in students' test experiences? (c) To what extent is score attainment on the PRAXIS I test related to students' high school SAT or ACT scores, college GPA, parents' education level, and early career certainty? and (d) To what extent are there similarities and differences among African American and Latino students? We accepted as given that the test is biased. Our interest here is how, if at all, this reality affected the participants' ability to achieve passing scores on the test. (It seemed possible that because all of our students had demonstrated strong academic attainment, the bias might not make a difference.) We wanted to know the extent to which students were aware of the cultural bias, how they coped with it, and whether their sense of ethnic identity, their socialization experiences, or cultural discontinuities were factors in the mediation process. Questions related to the success of our PRAXIS I preparation intervention are beyond the scope of this article and will be reported elsewhere.
Methodology
Since the initiation of Project TEAM in 1996, we have developed and refined a process of longitudinal action research using primarily qualitative case study methodology (Kemmis & McTaggart, 1982; Stake, 1995) . We have engaged in purposeful, systematic inquiry related to our ongoing research question: What is the nature of students' experiences in Project TEAM? Action research provides an in situ, insiders' perspective on Project TEAM experiences and our collaboration with the students as research partners. The research reported here is an extension of a broader longitudinal study (Bennett, 2002) , and we raise new questions and concerns about the effects of changes in teacher education admissions requirements at our school and our ability to provide PRAXIS I support for students who require it.
In our study of 44 students from Cohorts 6-9, our primary data sources included a pencil-paper survey (described subsequently), student applications, and registrar records including SAT scores. There were 9 male participants (2 students of Mexican origin and 7 African Americans) and 35 female participants (8 students of Mexican origin, 2 Puerto Ricans, and 25 African Americans). Their majors included early childhood, elementary, and secondary education, and they were diverse in terms of religious and socioeconomic backgrounds; most had entered TEAM as sophomores or juniors in their late teens or early 20s. We conducted focus group interviews (also described subsequently) with 18 of these 44 students who participated in the PRAXIS I intervention in 2003. The focus group interview sample was representative of the larger group and consists of 5 male students (4 African American and 1 of Mexican origin) and 13 female students (10 African American and 3 of Mexican origin).
The Survey
A paper-pencil questionnaire focusing on ethnic identity, multicultural knowledge, and background information related to parents' level of education, personal goals, and educational history was administered during the orientation of new students in Project TEAM. Our measure of ethnic identity was an adaptation of the Teacher Student Interaction (TSI) scale, developed by Margaret Ford and H. Prentice Baptiste to measure teachers' stages of ethnic identity according to a five-stage typology developed by James A. Banks 4 (Ford, 1979) . Our adaptation of the TSI was a 24-item 5-point Likert scale with responses ranging from strongly agree (1) to strongly disagree (5); individual averages ranged from 1.0 (Stage 1, psychological captivity) to 5.0 (Stage 5, multiethnicity).
In her original research with the TSI, Ford concluded that teachers who are at the level of multiethnicity, Banks's fifth stage, are more effective with culturally diverse students than are teachers at any of the lower four stages. Other research used the TSI to study undergraduates at Indiana University and showed that African American students at higher stages of ethnicity felt less trauma on campus, were more satisfied with their decision to attend the university, and were more certain they would graduate there than were African American students at lower stages (Bennett & Bean, 1984) . Among all of the groups studied (African Americans, Asian Americans, European Americans, and Latinos), a history of positive interracial contact experiences before college was related to higher stages of ethnicity. In addition, there were differences within and across the ethnic groups studied. Male and female Latinos scored highest on the TSI, appearing most open to ethnic diversity, while male European Americans scored lowest on the measure. Although we are aware of the limitations of survey research with students of color, the TSI reliabilities have been consistently high (above .90); thus, we believed that the TSI would be a useful tool to help us understand ethnic identity development among students in Project TEAM and possible connections with their PRAXIS I experiences.
Focus Group Interviews
During the 2004 semester that followed our PRAXIS I interventions, and after students had taken the PRAXIS I exam, the first author conducted six focus group interviews of 1 to 2 hours in length. The focus groups consisted of two to four peers with common PRAXIS I results (e.g., first-time passers, those who had difficulty with the reading test). Interviews were taped and later transcribed by two of the authors. The following questions guided our interviews: 
Data Analysis
All quantitative data for students in Cohorts 6-9 were summarized in a large data retrieval chart that recorded the following: GPA at time of acceptance into TEAM; PRAXIS I reading, mathematics, and writing scores (for up to three retakes per component); Quantitative SAT; Verbal SAT; ethnic identity score; mother's education level; father's education level; certainty about teaching at time of entry; gender; and self-identified ethnic group. Students were then grouped into three categories: (a) those who had attained passing scores on all three components on their first attempt, (b) those who had retaken one or more components of the test two or more times (all but a few were required to take at least one component three or more times, a costly endeavor), and (c) those who had not passed all three components of the test by spring semester 2004. As a means of concealing the identity of individual students, data were aggregated into mean scores for African American and Latino students in each of the three PRAXIS I categories. Aggregated data are shown in Table 1 . Our original plan to develop individual student portraits was modified when it became clear that confidential information, such as SAT scores, could not otherwise be concealed. The 18 students who participated in the focus group interviews were initially divided into six groups according to their PRAXIS I areas of difficulty (e.g., those who had difficulty with the math section were interviewed together, as were those who had problems with reading, those who passed all sections on their first attempt, and so forth). Focus group interview transcriptions were subjected to a content analysis to generate major themes. We anticipated that themes might emerge within each interview group according to PRAXIS I areas of difficulty. However, this was not the case, and eventually three major categories emerged that were almost parallel to the three categories of success, or lack of it, on PRAXIS I. Students we labeled "nervous achievers" had attained passing scores on all sections of PRAXIS I on their first attempt; "passionate persisters" had taken at least one section of the test many times, and some still had not attained the cutoff score on one section of the test; and "frustrated resisters" had not attained a passing score on one or two sections despite three or more attempts. Once these groups had been identified, we created another data retrieval chart that displayed GPA, SAT scores, ethnic identity score, parents' education levels, and certainty about teaching at program entry for each individual. Table 2 presents this information, and again we used aggregate data to preserve confidentiality. However, the data analysis emphasized a process of constant comparison among individual students within each portrait category in terms of the following: (a) background variables such as SAT, ethnicity, and parents' education levels; (b) dispositions such as test anxiety and stereotype vulnerability; (c) workshop activity such as completion of diagnostic checks and follow-up assignments; and (d) performance on each portion of PRAXIS I.
Findings
At one level, our findings simply confirm what other scholars have discovered about increased admission test scores as a barrier to minority students' access to TEPs, SAT scores as a predictor of PRAXIS I success, and the importance Note. GPA = grade-point average. a 1 = 8th grade or less, 2 = 8th-11th grade, 3 = high school graduate, 4 = schooling other than college, 5 = attended but did not complete college, 6 = college graduate, 7 = graduate degree. of precollege preparation (Mikitovics & Crehan, 2002) . On another level, they delve beneath these demographics to reveal connections with race, culture, class, and gender, and they suggest that there is a great amount of diversity within the "minority student" admissions test phenomenon. Our findings also confirm the efficacy of PRAXIS I preparation (to be discussed in another report), with our Cohort 8 first-time test takers achieving a passing rate of more than 70%. In addition, they reveal connections between previously unstudied student background variables and PRAXIS I success.
As can be seen in Table 1 , relatively high SAT scores and parental education levels were associated with success on PRAXIS I among African American students. With few exceptions, first-time passers had SAT scores above 1,000. And, with few exceptions, students who continued to struggle with the test scored below 800 on the SAT (among Latinos, average composite SAT scores were 1,090 for first-time passers and 720 for those who had not passed all sections).
We found differences among Latino and African American students who had taken PRAXIS I, as well as interesting differences within each ethnic group. For example, parental education levels tended to be lowest among Latinos who were first-time passers as well as those who struggled with the test, while among African Americans average parental education levels were close to college graduate or above for passers and high school or below for those who struggled. These results are consistent with other research showing that common predictors of college success among African American and Anglo students, such as income and parental education level, are generally not good predictors of college success among Latino students (Duran, 1986; Fields, 1988) .
Furthermore, among our TEAM students, the levels of formal education attained by most Latino parents were generally lower than those attained by African American parents, so there was less opportunity to examine how socioeconomic status might be a factor among the Latino preservice teachers at our university. For example, among the Latino parents, half had not graduated from high school, and half of these parents had not completed schooling beyond the eighth grade; among African American parents, only 11% had not graduated from high school, while 30% had graduated from college, and half of these parents had an advanced college degree. The ethnic identity scores of both Latino and African American first-time passers were markedly higher than the scores of their ethnic-group peers who struggled with the test, especially in the case of Latinos. This makes sense, given that a strong sense of ethnic identity is related to the ability of both Latino and African American students to mediate many aspects of campus climate at predominantly White universities (Bennett, 1984; Bennett & Okinaka, 1990) , including racial tensions. Because most Project TEAM students have a GPA above 3.0, college GPA was not a distinguishing factor between first-time passers and those who continued to struggle with one or more sections of the test. Teaching career certainty at the time of entry was highest among Latinos at all levels of PRAXIS I success. Table 2 summarizes background variables for 18 of the 44 students who participated in the focus group interviews exploring ethnicity, cultural dis-continuity, and stereotype vulnerability, as well as our students' overall feelings and perceptions regarding their PRAXIS I experiences. In the sections to follow, we describe three composite portraits illustrating our students' multiple perspectives on their PRAXIS I experiences. These perspectives showed similarities and differences across race, class, and gender. The category portraits were created from the background data summarized in Tables 1 and 2 , from the focus group interviews, and from our observations of students' work in the PRAXIS I workshops as well as in other aspects of the program. We present each group portrait with a mixture of the students' voices and actions as well as personal and family background characteristics. The names are pseudonyms chosen by our students.
We provided copies of the findings to our students and discussed them a week later in the Project TEAM honors seminar. The students were excited to read about our work and agreed with the accuracy of the portraits. Most important, they were hopeful that the findings might be widely read and could possibly help change the way PRAXIS I is used. Conversely, however, several were concerned that we had not edited their comments and feared that outside readers would react to their nonstandard English negatively. One student captured the overall feeling with the worried statement "People will say this is not a very intelligent group. No wonder they couldn't pass the test!" Another said, "This was a relaxed out-of-class setting with snacks. I wasn't talking to be quoted in a textbook!" We explained our reasons for not editing their comments; we wanted to convey their words to our readers exactly as they were spoken. Furthermore, we felt that their use of informal English could be seen as evidence that they were open and comfortable with what they had told us. After our discussion they all agreed, and only one student, a nervous achiever who wanted to clarify her meaning in one of the quotations, accepted our offer to each person to edit his or her contribution.
Nervous Achievers
The six students we called nervous achievers were successful in passing the math, reading, and writing sections of PRAXIS I on their first attempt. All were African Americans. Quasie, the only male student and a single parent, majored in secondary social studies; Raquel and Sarah were secondary English majors; Destiny majored in secondary special education with a focus on English; Gigi majored in health education; and Charity was the single elementary education major. These students were worried about the PRAXIS I test even though they had a history of doing well on standardized tests. While all of our students were nervous about the exam, the nervous achievers differed in that they took serious steps to prepare for the test and were highly disciplined. For example, according to Sarah, a very bright honors student:
I was so nervous about it. For one thing, I get test anxiety. Even for quizzes in regular classes, I flip out. . . . I think one of the factors was that I had to pay for it, so I didn't want to have to retake it. I spent a lot of time studying. A friend gave me one of the practice books. So for 3 months every night for 20 minutes before I went to bed I would study for the PPST. I just didn't want to fail it, I just wanted to pass on my very first try.
And Quasie, who had taken a break from school to work and care for his young son, obtained a release from his job as a restaurant manager on Wednesday afternoons to attend the PRAXIS I workshops, even though he was unable to reenroll in school until the next semester.
Among the nervous achievers, SAT scores ranged from 840 to 1,220, with an average of 1,032; GPAs at the time students entered Project TEAM ranged from 2.57 to 3.73, with an average of 3.13; sense of ethnic identity scores ranged from 3.67 to 4.54, with an average of 4.10; and parents' education levels ranged from both parents graduating from high school only to both parents attaining college or obtaining an advanced graduate degree. Two students were very uncertain about a teaching career at the time they entered the program, which lowered the average level of certainty to 2.5 for the group; however, their dispositions changed, and one is now teaching and the other is enthusiastically preparing for student teaching.
When we asked these students what was most difficult about the test, they all reported that their biggest problem was "staying focused" and avoiding boredom. Several also complained about the noise and distractions from other students taking the test. Quasie had the most difficulty staying focused on the reading portion and kept falling asleep. "I kept trying to psych myself into being into it. That's what I had to do." Destiny agreed and told us: Gigi and Quasie were also distracted by the rocking and tapping noises from other students, even though they were wearing earphones.
When we questioned these students about the extent to which the test might be biased, Quasie felt strongly that this is the case: None of the other nervous achievers seemed upset that the test was culturally biased; their relatively strong sense of ethnic identity may have provided an inner bicultural strength that mediated the testing situation. They agreed with Gigi, who said that "when I take tests I don't pay attention to things like that. I just take the test. You know it's like, I've grown up around White people, so like whether it's culturally biased is not a concern for me." Destiny said, "I'm like Gigi. I just go on and do it. And I don't try to like wonder if they're trying to trick me on this or whatever." And Raquel agreed that the test "really is culturally biased," but it isn't a problem "since we've been taking these tests, you know, since we were younger."
When asked why they thought minority students in general score lower on these tests, the students were quiet. Destiny said that this was a difficult question because "I never really thought of it, why students of color don't score well, I don't know. I don't know if that's something that the systems can improve on, or if it's something at home. I don't know." According to Raquel:
Growing up in a township school, there was always like a big emphasis on doing well and, you know, getting help if you needed it. I don't know, help was always available for me to take tests, and I think that a lot of Black communities or Black schools don't have that same kind of emphasis on the importance of tests, taking tests and stuff. . . . I've never been to like, like an "inner-city" school, or anything. . . . But from what I've heard from people's stories, it's not as important . . . it's not taken as seriously.
Charity added:
I think certain people of color just aren't prepared, really like . . . some people really do have to put a lot of work into passing the tests, and if you don't do that, your end result is that you are not going to pass the test. And some people just don't realize that you can't just walk in there. Like some people can do it. I think a lot of Caucasian people can do it.
At the end of the interviews, we asked about stereotype vulnerability as a possible explanation for why minority students generally perform worse than nonminority students on these tests. Quasie resonated with the idea, and his response was personal and immediate. He told us that the fear of failure hung over his head throughout the entire test. "You know if I fail this thing, they're gonna be like, you're just another Black kid that messed up, that's another deadbeat in our society." The others were uncertain about the idea, and in the final reflections over the entire interview Destiny said that this "last question, I did think was difficult." In the wrap-up conversation, we learned that everyone was well rested before taking the test, and everyone except Quasie (who never eats breakfast) had eaten a good meal in preparation. In one focus group, we finished up with Quasie's story about what happened the day he took his test. But inside Quasie was saying "You mean I can't take my test? I done paid y'all $130 to take this test at this time, and y'all give somebody else my spot?" Despite the challenge, Quasie passed all sections of the exam with high scores. We all joked that having experience as a football player must have helped him keep his strength going, to keep "that attitude, that determination, and not let it get you down." However, we all knew the strength came from deep inside.
Passionate Persisters
Four of the five students we called passionate persisters had taken portions of the PRAXIS I test three or more times. (Toni, who passed writing on her first attempt, has taken math and reading twice without attaining a passing score.) All were African Americans, and again there was only one male student in the group, an early childhood education major named Anton who has moved into a graduate program in elementary education. Keisha and Ella were also elementary education majors, and Althea and Toni both majored in secondary English. We labeled these students passionate persisters because they seemed to have a missionary zeal about teaching and had overcome setbacks and obstacles to meet their goals. In contrast to the TEAM students who had given up after not passing a portion of the test after a second or third try, these students continued to try, and their persistence produced results. At the time of this writing, two of the five students have passed all sections of PRAXIS I and have been admitted into the TEP. Another two were admitted to the TEP after their PRAXIS I requirement was waived because they had documented learning/test-taking disabilities.
Unlike the nervous achievers, most of these students had not prepared much for the PRAXIS I test the first time they took it, although they had prepared carefully for the retakes. For example, Ella, a dedicated student who maintained a GPA of 3.6, passed the math and writing sections of the test on her first try but did not attain a passing score on the reading portion despite numerous attempts. Subsequently, she spent more than $400 to attain a passing score on the reading portion and an additional $300 on testing for a reading disability; in her fourth year of college, she was admitted to the TEP on a provisional basis. She and Althea, another passionate persister, expressed deep embarrassment at being recognized by the test proctor on each subsequent retest occasion. All felt that they were not good test takers. For example, Toni noted:
I don't think it really tests my ability because, like, some tests I score low on but I know the material. It's just that I have bad test-taking skills. I have a bad case of anxiety. So I just don't like tests at all.
Among the passionate persisters, SAT scores ranged from 640 to 920, with a group average of 834; GPAs ranged from 2.81 to 3.64, with an average of 3.25. Their sense of ethnic identity scores ranged from a low of 3.33 to a high of 4.38, with an average of 4.04. One student's mother had graduated from college, and most of the students' parents had graduated from high school. The group's initial career certainty average was 3.4, the highest among the four groups.
When we asked these students what is most difficult about the test, Toni said: I didn't do no study, not no study like test-taking things. I didn't go to sleep early, I didn't eat breakfast. . . . I honestly didn't expect to pass nothing because I didn't feel like I was in a test mode. Like, I wasn't ready.
Surprised at failing the entire test the first time, Anton quickly retook the computerized version of the test in separate segments a week apart, which is more costly. He passed mathematics and writing but not reading. The next summer he retook the written version of the reading test (rather than the computerized test) because when I read I like to highlight so that I can retain the information. I think a lot of times when you are reading passages you get caught up in the reasons and not the questions. That's why when I read I tend to highlight this point and this point to make sense of it.
This was his third retake of the reading test, and he passed it.
Ella took the reading test five times and said, "I think my problem is just trying to interpret what they want." She also felt increasingly anxious with each test:
like just having to go in there and it's the same people and the guy is like "You know the drill," so he knows that I have been there before and having to go in there and face that computer screen and when you finish you know that score is going to pop up and you are going to leave whether or not you have passed and that just scares me so much, just knowing that. It really makes me nervous having to go in there.
Keisha agreed:
I think it's the anxiety because when I sit down at the screen, because I have been there twice already, my brain shuts down and my body says "Wake up, brain, you gotta start answering these questions," and it's just like I get real nervous. And it's like you sign in and you already know the drill. And it's like, oh my God! The math questions! I don't even know what they want, like Ella said, you have to know what they want.
She added:
The writing wasn't that bad, but I get distracted real easily and the other people in there taking their writing exam were making so much noise and this was really distracting for me . . . like people poppin' gum and stuff even though you were not supposed to chew gum and [even though she was wearing earphones] I could hear everything.
When we discussed the extent to which the test might be culturally biased, Toni said, "I really don't pay attention to stuff like that. I just try to pass it. . . . I guess I really don't care. I just try to pass it." Anton stated:
I try not to say it's biased. You know I kinda want to say that everything is peachy and stuff, but to be honest, it is biased and it is designed from more of a European or White standard. . . . And a lot of things occur on standardized tests that are not a lot of the subjects that are covered in the inner-city schools or poorer schools, and I know a lot of my friends here in the School of Education say "Yeah, I knew about this or about that," and I say "Well, I didn't know about that." It's almost like trying to explain to an older person what hip-hop is, and they try to explain what rock and roll is. Like you know you are going to understand to some degree based on other stuff you've heard, but you are really not going to grasp it, and a lot of times people who come from inner-city neighborhoods have the idea that if it doesn't pertain to life or it doesn't pertain to me succeeding in life, then why should I learn it.
Althea told us:
I don't know if I can say that I think that they are culturally biased. I don't even know that I look at it in that way. I know that all the information that you need to know is there. You know, like if you did the reading portion it doesn't matter if you didn't hear about something before. Here it is. Here's the information and here are the answers.
That's what you need to answer the question.
When told some students in TEAM do think the test is biased, she stated, "I mean I never sat through an exciting test before." Ella, on the other hand, said: I personally feel that it's culturally biased. That's just my personal feelings because like I don't have pictures of people who are on the PRAXIS board, so I can't really say what their ethnicity is or whatever, but I feel that some of the questions they ask I would not know just because of where I am from or like I just wouldn't know how to think like that.
Later she suggested that maybe the test was not so culturally biased, but it needed to relate more to college students and the younger generation or even include current events: "You could ask something about Saddam Hussein because that's something that is happening in their lifetime." Keisha agreed that the test did not pertain to her life experience and added, "It was kind of boring too. I think after you take it two times you are just bored out of your mind."
When we asked for reasons why minority students in general score lower, Keisha said:
I don't even know, but it angers me so bad. Because one of my friends, she White, she said she went out and partied the night before I took my PRAXIS and she passed all of them. I wanted to say "Girlfriend, you need to stop talking to me because I didn't pass and I'm not even partying." But I don't know why, and it angers me so much.
Ella, Althea, and Toni had no explanation either, and Toni added, "I don't know, but I really want to know. Like I just really want to know how that is. What, you know, what causes that?" Anton, however, did have an answer. He blamed it on the poor preparation received by many minority students, even in suburban schools where they are pushed into remedial and vocational classes. And even though he took many advanced placement classes, he is discovering that relative to other students on campus, the education he received was "terrible," and as a senior he still has "the worst time writing papers." He added, "I don't understand [why] we are holding everybody to the same standard [on the PRAXIS I test], but we are not all taking the same classes and we are not learning the same stuff."
When we brought up the idea of stereotype vulnerability as a possible explanation, Ella said: Althea agreed and added, "You take on this leadership role, especially if you are the only Black person in your class." Anton said:
I'd be lying if I said that I didn't feel like I represent Blacks in any classroom setting. I mean a lot of classes that I take now are no different than I took in high school, it's just on a larger scale. And I think the thing that frustrates me most is that when it comes to minorities everybody has something to say, and it's always something that's negative. And when there is a minority that achieves you know it's always "Well, he's a good student" or "He's a good person." . . . At this university, I see it every day, and you have to walk around with your guard up and me, frankly I feel like that everywhere I go. It really hangs over my head when I take the test because there's not that many Black males . . . teaching.
Ella, Althea, and Keisha talked about our workshop intervention during their wrap-up reflections on our focus group interview. We talked about friends, also students of color, who had taken all of their coursework but still could not pass the PRAXIS I exam; we talked about the hundreds of dollars they had already spent on the test; and we discussed the embarrassment they felt every time they retook the test and were recognized by the proctor. This led to a hilarious pantomime by Althea of the proctor's mannerisms, routines, talk, and body language. We all welcomed the comic relief.
Frustrated Resisters
The seven students we named frustrated resisters had been unable to pass the PRAXIS I test despite numerous tries. Language was a big issue for both the African Americans and Latinos in this group, and the students were frustrated by their inability to pass a test (PRAXIS I) they felt was unfair. Like the passionate persisters, they believed they would make better teachers than many who do pass the test because of their passion for teaching and their better understanding of the issues their future students will face. However, they differed from the passionate persisters in that they had resisted many of the test-taking strategies we had attempted to teach them.
Ray, a talented African American who hoped to enter the secondary English program, graduated in May 2005 with a noneducation major and was still hoping to pass the writing portion of the test and enter a graduate education program. Bill, Gloria, Maya, and Mitzli were all secondary mathematics education majors struggling to pass the reading (and, in one case, reading and writing) sections of PRAXIS I. Luis, a secondary Spanish education major, had missed the reading test cut score by one point on several attempts and finally had attained a passing score the past summer. Kiva, the only elementary education major in the group, had been provisionally admitted to the TEP after obtaining documentation for a learning disability.
In many ways, Mitzli exemplified the Latino students we included with the frustrated resisters. Her family had moved from Mexico to the United States and settled in Indiana when she was in elementary school; Spanish was her first language. Although unable to pass the reading and writing portions of the test, Mitzli was a successful tutor who had helped a number of her peers pass the mathematics section of PRAXIS I. She also tutored peers who had difficulty in their Spanish and mathematics coursework. After her three unsuccessful attempts to attain passing scores on writing and reading, we convinced Mitzli to apply for accommodations. After 6 months of difficult communication with various ETS offices, she finally obtained them. Still unable to pass the reading section (she did pass math, writing, and other TEP criteria), she was provisionally admitted to the secondary TEP in fall 2004 .
During the open-ended interview warm-up, Mitzli herself initiated criticism about the PRAXIS test's bias against people whose first language is not English: I believe they [standardized tests] are biased, because those tests don't really test us in how we really perform outside in our field. Like they're just testing us, like how well we read but like what does it matter how well we read when we're going to be teaching later on and like I think that those are not good tests . . . for us that come from a background that our first language is not English. . . . I just feel that it's really biased.
Bill and Ray were also promising teachers with exceptional talents in their work with young adolescents. Like Mitzli, they expressed anger and frustration about the test, regarding it as an unfair barrier to reaching their dreams of becoming teachers, and they criticized the educational system that did not prepare them well for college. Ray's first comment was as follows:
I think standardized tests are biased because most of the stuff you see on those tests you will never see in coursework, books, or any of that. There is a lot of old English and stuff like that that tricks a lot of people because you never hear it. And some of the rules of old English are the rules of new English, but you never use it, you never know it, and I think some of that hurts too. Among these frustrated resisters, SAT scores ranged from 690 to 920, and GPAs at the time of entry ranged from 2.63 to 3.89, with a group average of 3.19. Ethnic identity scores (openness to and comfort with cultural diversity) were the lowest of the three groups, ranging from 3.21 to 4.04 with an average of 3.53 for Latinos and 3.72 for African Americans. Only Luis's parents had graduated from high school, and they had also attended some college; the parents of Maya, Kiva, Mitzli, and Gloria had not completed schooling beyond eighth grade, while Bill's parents had attended some high school and Ray's parents had graduated.
When we asked these students what was most difficult about the test, Ray said it was "boring." The reading part is boring and it's not stuff that is interesting. They make you read stuff that they want you to read about. . . . If they would put something in there that is pertaining to our lives, then people wouldn't mind reading it, and it would be a much more effective test if people could comprehend it. Now, I don't know if there is a difference in comprehension between something that is historical or something that is relevant. . . . But I think if it was more relevant to us, then we would do better.
According to Mitzli, the most difficult part is the answers, 'cause some answers seem like really tricky. Like they look like they make sense and then you're like, oh, which one should I pick and you are crossing out but then you end up with two and you're like "Which one should I pick?" Bill said the hardest thing about the test is that he cannot communicate with it: The most difficult part of the test for Gloria was "reading those essays." Having missed the reading cutoff score by two points on a retake, she complained that the essays "are really not interesting" or related to her experience. I would hear something about "the boat" . . . and I don't know anything about a boat. You know, I don't know anything about fishing or anything else. And I believe it was not tailored to my culture. It was not tailored to my experience. And I've had that question twice. . . . And I know I got it wrong. . . . I don't want to answer these questions unless I know things like this. And it wasn't a big gap that I'm missing the test here. So, for the majority of the test I do understand. . . . I'm gonna pass this test. But I really don't feel like being bothered with the PPST.
As of the writing of this article, Gloria had not retaken the PRAXIS I exam, and with her strong GPA and relatively high SAT scores, she was enrolled in a master's program outside of teaching.
Kiva described her feelings about the test in terms of time constraints.
I feel that most of these standardized tests are like you have a time limit and most of them, I guess they don't give you enough time and you have all these passages you have to read. You get tired. And for me I guess they don't give you enough time and especially for a person that has a learning disability, it doesn't accommodate them or a person that needs more time. . . . Also, for a person that their language is not English, most of the words are confusing. But my biggest thing is time.
Maya disagreed with Kiva, saying:
To me the problem is not time. I feel it's mainly the language because it's like I grew up in Mexico, too. So it's kind of hard to get the language straight right away. . . . [But] if my test was in Spanish too I don't know what would happen because Spanish is my first language, or it was. I don't know anymore. It's hard. Even in my Spanish classes now, I'm taking composition and I have so many mistakes I don't even know. I can't even write in Spanish. So it's like, it's hard.
Luis, who had finally attained a passing score on the reading test (he had missed the cutoff score by a single point several times), explained that what "got" him on the test was worrying about my scores while I am taking the test, or thinking about doing it right, or making sure I read all of the questions and understand them. Because that's what gets me. You know, English is not my first language. I may be able to speak it well, but like I can't read it or grasp some of the concepts well, or easy stuff that you might know right off. I would feel stupid if I asked, you know, "What does this mean?" [when it is something everybody else knows]. But I mean, stuff like that bothers me. . . . [And] I am a slow reader and if I really want to understand something, I will read it slow and over and over again so that I grasp the concepts.
When the students were asked whether they thought the test was culturally biased to any degree, Bill answered, saying: I do, 100%. I'm doing a test and they're talking about ingredients to mix, uh, some kind of chemical.
[Or] they're talking about skydiving, the world of skydiving. I have never skydived ever. But if you're talking about riding a bike, see, I can relate to that. And then they use words that the upper-class families probably use every day.
In response to Toni, a passionate persister in her focus group who said she was not concerned about cultural bias, Gloria said, "I'm sorry, I just notice that kind of stuff. I don't know why. It's just what I notice." She went on to comment that the test creators were catering to college campuses where there are not many minority students. The majority of teachers, she reminded us, "are Caucasian." Bill didn't think the test creators "did it on purpose." He felt it was by accident, but also "they don't care enough to want to cater the test to minorities" or to even change it to be fair "now that research has shown that it really is biased." According to Ray, the test is sort of like a foreign language.
All of the students had strong ideas about why minority students in general score lower on these tests. Mitzli stated succinctly, "Because of where we come from." According to Gloria:
It's the whole educational background. I was never able to, even in high school and growing up from a child until now, know how to take a test. And I think these things are taught. And I know from my peers who are of another race or whatever, and went to a better school, they knew how to do things I didn't. They knew how to take a test. They knew how to prepare for something like this. And I just feel that, you know, it's not the college's fault. It's not nobody's . . . it's just really inadequate education.
Ray said, "I think it is due to high schools." He attended school in one of the nation's largest inner-city school corporations, where we don't get taught the test. . . . And a lot of us hadn't read certain books that some people said they read in middle school. . . . I never really had to write a real paper or a real essay until I got to college . . . and it was a real disadvantage because everybody else was writing four-page papers in high school, so I think that is somewhat of a disadvantage.
From Bill's perspective, a big problem with the test is that so much depends on reading ability, even in the math sections.
And I'm a math major and I don't understand that word, so therefore I cannot show them that I do understand this problem. And that's crazy. I think the main reason our scores are lower is because we talk and communicate totally different.
He continued: "Because minorities live in the society we have now, we have to create our own language." To pass the test, one needs to know the vocabulary, and the languages are different, according to Bill. Luis blamed it on grouping and tracking.
You know, like Anton was saying, you get grouped with this certain type of people. They do it at an early age like elementary or even earlier. . . . You know, I was in auto mechanics for 2 years and I didn't like it at all. . . . I mean nobody encouraged me to take calculus or pre-cal. But I thought I was dumb. What I should have done was take algebra and geometry the same year like most people do. . . . I mean nobody ever encouraged me to go to college, and my high school counselor never encouraged me to take my SAT on time and make sure to take it more than once.
Luis then explained how he was thrown into a college recruitment program for first-generation college students, especially students of color, at the last minute because the university recruiter took a special interest in him. If it weren't for her, he told us, "I may not be here sitting with you today."
Near the end of these interviews, when we raised the question about stereotype vulnerability, everyone started talking at once and seemed to resonate with the idea. Bill's response was typical:
When you feel you have to prove yourself, that's tough. That's a horrible way to have to work on a test. When you feel like, my race is depending on what I do on this test, oh, that is too much pressure. Some crazy thoughts run through your mind and you miss words 'cause you so, your body is going so fast.
The response was different among all of the Latino students, whether or not there were African American students in their focus group. Luis captured the overall Latino response in saying he agreed that some people feel that pressure and feel they have to represent their own race, but it was not the case for him.
I don't think so. When I came in from the township schools, I was one of the only colored students in my whole class, so I didn't feel culture shock like people from the region or East Chicago would feel where schools have Blacks and Latinos and it's real odd to see a White person walking down the halls, like here. But for me, I don't really think about race.
Mitzli, Kiva, and Maya also rejected the idea of stereotype threat, even though they had come from the ethnically encapsulated schools Luis referred to and had had little contact with Anglos before arriving at the campus.
In the final minutes of these interviews, several frustrated resisters returned to their feelings about the PRAXIS I test. Bill said, "I want to protest. Just tell me where the office is!" Gloria said one thing she had learned was the importance of vocabulary for success in college as well as on the test. "That's been the biggest thing. Learning vocabulary and learning, I'm just going to be frank, learning how White people talk." Bill echoed agreement and referred to one of his African American professors, saying: And that was not stressed to us. I was always taught that homework, turning stuff in on time, going to class, was the stuff you needed to make it.
He wished he could "go back to third and fourth grade" and learn how to spell because "I'm a horrible speller and it's just because I wasn't taught the importance of it. . . . And like, uh, White parents, they make their kids sit down, you know . . . do their flashcards."
Growing up, Bill had lived with 13 different foster families, and he had faced challenges few others in Project TEAM had faced. But he compared himself with his White peers on his dormitory floor and told us about one of his White friends whose parents had made him "learn a word a day and then give them the definition" and wished he had known back then how important it was to learn this vocabulary.
In contrast to Bill, Mitzli fumed about the vocabulary and resisted learning it even though she had dedicated many hours to tutoring sessions to help her pass the reading portion of the test. During one tutoring session, she said she planned to return to her Latino community to teach, where she did not need this language to teach her students mathematics. "I don't use these words at home," she said, "and my students won't use these words, so why should I do this just for the test?" We wondered whether this understandable resistance was a reason she had not passed the reading test despite hours of study and preparation. At the end of her interview, Kiva returned to comments about the test:
And then I have friends who are American, White, and they're like yeah I passed it already. One girl told me "What's wrong with you Kiva, why haven't you passed the test?" And I just looked at her and I'm thinking like these people want to go out and teach and they don't understand that some people can't pass standardized tests. I'm just thinking about that and I'm like, man, that's why I just want to hurry up and do my teaching so I can make a difference.
Discussion
Most students selected for Project TEAM possess all of the qualities needed to become an outstanding teacher: high expectations and a commitment to education and lifelong learning; content knowledge and academic rigor (with the majority of students maintaining a college GPA above 3.0 on a 4.0 scale); a genuine desire to teach, typically in urban schools; a record of community service; the ability to collaborate with peers; and a commitment to societal equity and the common good. In pursuit of teacher certification and licensure, most of our students work hard on academics while taking on additional employment to finance their education in lieu of dwindling scholarship funds. Given this desire to teach and our need for their presence in schools across our state and the nation, the findings of this study take on a tragic ring. What have we learned? Why do some African American and Latino students achieve passing scores on admissions tests in their first attempt while others, equally bright and committed, struggle and finally give up? What are the policy and ethical implications for all of us in schools of education? To what degree is the PRAXIS I test a means of ensuring high standards among teacher education applicants, as the test's advocates argue, and equitable access to the teaching profession? Or is it fair to view PRAXIS I as a tool of oppression and privilege?
Discussion of these issues is guided by our four primary research questions and our theoretical framework. The initial question, focusing on similarities and differences among nervous achievers, passionate persisters, and frustrated resisters in their PRAXIS I experiences, and the final question, comparing and contrasting African American and Latino students' perceptions and background characteristics, are considered simultaneously with the remaining two research questions.
Ethnic Identity, Cultural Discontinuities, Stereotype Threat, and Test Preparation
Ethnic identity, cultural discontinuity, and stereotype threat provide a framework to interpret the diverse perceptions and experiences we found among African American and Latino students in Project TEAM. These three concepts are highly interactive, and they help us understand why some of our students had less or more difficulty with the PRAXIS I exam. Students of color with a stronger sense of ethnic identity, as we define it in our research, are likely to experience less cultural discontinuity at a predominantly White university. They have become bicultural (and sometimes even multicultural), perceive a great amount of trust and have more positive interracial contact experiences on campus, and can engage in "style flexing" when required. They feel strength from affirmations of being African American or Latino, helping them deal with the stress of racial tensions associated with stereotype threat. In contrast to studies of stereotype threat in which test-taking conditions are manipulated during a short-term period, standardized testing is a major area of concern for many college students in the United States. Among students of color in particular, such concerns are pressing, especially when there is heavy reliance on these scores in various educational scenarios, such as PRAXIS I. Within the broader context of test preparation and awareness of society's views of young Black men (our students did not need an experimenter to remind them), we see in this study how students such as Quasie who are highly aware of themselves as raced students can draw upon their inner ethnic and personal identity strength to earn top scores on the test (Steele, 2001) .
All of the students we interviewed felt anxious about the test, and this is probably true for everyone who takes it, minority and nonminority students alike. However, to our surprise, many TEAM students took their first PRAXIS I exam with little or no advance preparation. Although we have provided practice pretests and a test-taking simulation every fall since the inception of Project TEAM in 1996, we learned here that few students went beyond this process on their own to prepare. Initially, this was not a problem in that most students passed the test by the time they graduated. But the lack of preparation became a problem after cutoff scores were raised and used as a criterion for admission.
However, we also learned that nervous achievers, in contrast to most passionate persisters and frustrated resisters, did take steps to prepare and ensure they were ready the first time they took the test. These nervous achievers had attended integrated or predominantly White suburban high schools; they felt well prepared for college and more comfortable in predominantly White situations than their peers, and they were very familiar with standardized tests and the utility of review. They appear to fit with Boykin's mainstream or minority (bicultural) patterns of socialization. Their ethnic identity scores were higher than those of most passionate persisters and frustrated resisters, an indication that they had a realistic view of racism on campus and the strength to deal with it. This was not a monolithic group, however. Several nervous achievers, including Destiny and Raquel, came from well-to-do and welleducated families. In contrast to Quasie and Sarah, they did not notice cultural bias in PRAXIS I or other standardized tests; they rejected the idea of stereotype vulnerability and had not given previous thought as to why minority students tend to score lower on tests such as PRAXIS I (however, their views subsequently changed after participating with their peers in this project).
Passionate persisters were less open to ethnic diversity and had a weaker sense of ethnic identity than their nervous achiever peers, and among frustrated resisters ethnic identity and openness to ethnic diversity were even weaker. Because ethnicity is often more salient to students of color, ethnic identity may have a greater influence on their "adjustment" to conditions at a predominantly White university, including the PRAXIS I experience. Passionate persisters tended to fit with Boykin's minority socialization experience. Most had attended desegregated schools and were accustomed to mainstream school expectations. While several passionate persisters believed that PRAXIS I is culturally biased, especially Anton, they tried to ignore this perception and pass the text. Several of them identified with stereotype vulnerability, particularly Anton, the only male member of the group. They all felt that they were poor test takers, but they did not give up on the PRAXIS I test. Their persistence paid off, and all but one moved on to the TEP after either obtaining accommodations (a situation requiring extra effort and creation of a teaching portfolio for licensure) or attaining a passing score on the segment of PRAXIS I with which they had difficulty.
In contrast, the frustrated resisters seemed to face insurmountable odds in terms of language barriers and academic preparation for the test, although all excelled in their academic coursework. All fit within an Afro-cultural (or Mexico-cultural) socialization experience; they were least open to ethnic diversity, and they regarded their elementary, middle, and high school preparation as poor (and, sometimes, of even no worth). Among the Latinos in this group, one can see the results of subtractive schooling (Valenzuela, 1999) . They had not acquired many basic skills because of how their Spanish and English abilities were handled early on, and none felt especially academically competent in either language.
Language was the biggest issue for African Americans and Latinos alike, particularly the reading portion of PRAXIS I, and the other issues arose out of language difficulties and the inadequate academic preparation these students received prior to college. Issues with the test included (a) time (extra time was consumed in efforts to translate and interpret test stimuli and questions as well as derive answers), (b) content and skills (students' unfamiliarity with Eurocentric language was a barrier in the test instructions as well as the substance of the test), and (c) a sense of disconnection from the test material (unfamiliar or uninteresting topics and vocabulary, resulting in concentration becoming difficult during the test). The fact that the test material was not related to students' current or anticipated experiences led to their not being motivated to learn the material (Anastasi, 1988) . For them, engaging in extra preparation "just to pass the test" was not enough. Many nonminority students, especially those who are first-generation college students, undoubtedly have similar challenges with the test. However, in regard to issues related to stereotype threat and cultural discontinuity (especially language), the challenges and potential inequities faced by African American and Latino students are even greater. The overwhelming odds our frustrated resisters bore and had to overcome were largely the result of reproduced inequalities, including the requirement to pass a test that is biased against them.
Student Background Characteristics and PRAXIS I Attainment
Of all of the background variables we considered (SAT, college GPA, parental education level, career certainty score, ethnic identity score, self-identified ethnic group, gender, K-12 school location), the strongest indicators of attaining PRAXIS I cutoff scores on the first attempt were high school SAT scores (as expected) and ethnic identity scores. This was the case for both African American and Latino participants. Similar to other research, we found that a higher sense of ethnic identity among students of color was positively related to academic attainment at a predominantly White college campus, and precollegiate interracial contact that was positive was related to this higher sense of ethnic identity (Bennett & Bean, 1984; Bennett & Okinaka, 1990 ) and racial trust (Steele, 2001 ). However, among Latinos, only female students had passed on their first attempt, and Latinas who were first-time passers tended to have very high ethnic identity scores and high SAT scores. Reflective of research on Latino youth and subtractive schooling, Latinos and Latinas who had difficulty with the test identified strongly with their family origins and culture and were less bicultural. More research is needed with our Latino students to understand why parental education does not appear to be a factor in either PRAXIS test results or ethnic identity scores. For example, Selena, who passed the test on her first attempt and whose parents were Mexican immigrants who had not reached the eighth grade, attended the same middle and high school as Mitzli and Maya; her SAT scores, PRAXIS test scores, and ethnic identity scores were all at the highest levels.
All of our nervous achievers believed that their precollegiate education had prepared them for college; however, Quasie felt the advanced classes he had taken were much weaker than the classes completed by his peers. Ironically, these students, who had the easiest time passing the test, also had lower average scores in terms of certainty about wanting to teach than did the passionate persisters who were required to take the test multiple times. On the basis of their SAT scores, all but one of the nervous achievers would have been exempted from taking PRAXIS I under our previous admissions requirements. However, all of these students felt that our PRAXIS I intervention had alerted them to the importance of the test, pointed out possible areas of weakness, and helped them review and prepare for the test.
Most passionate persisters had attended large urban schools in which students of color were the majority group; the few who had attended suburban schools in which White students were the majority group had been placed in lower tracked classes. Most had perceived PRAXIS I as simply a "basic skills" test and had expected to pass without a great degree of preparation. In contrast to the nervous achievers, all of these students believed that their K-12 education had not prepared them well for college, and they worked hard to remediate and prepare for retakes of the test.
Both the African American and Latino frustrated resisters believed that the testing requirement is unfair and that they would be better teachers than those who had passed the test because of their passion to teach in urban areas and their ability to understand the issues their students too will face. They also felt the disparity between their performance on the test and their strong academic record and performance in their field experiences. All were quick to point out the cultural bias they had experienced with the test and their anger, and yet many of them were resistant to our attempts to help them prepare for the test. Why is this? We have developed some tentative hypotheses that require follow-up research.
Resistance to the Test
Some of the students, such as Ray, Bill, Maya, and Kiva, were ambivalent about applying themselves to the test itself. These were students who had genuine skill deficits regarding tests that were difficult for them, and their "resistance" represented their avoidance of difficult tasks. Ray eventually acknowledged the problem and completed additional coursework to address it. Furthermore, all of these students had attended schools located in highly segregated, predominantly lower income areas. None had developed the cultural capital/ knowledge needed to mediate the PRAXIS I test. For example, it can be seen in the Appendix that the test items require mainstream cultural knowledge along with skills in reading comprehension, writing, and so forth. Many of the students acknowledged that the test included vocabulary frequently used by their mainstream middle-to upper-income peers with which they simply had no experience. On one hand, they agreed that it was in their best interest to learn to "speak like White people speak." On the other hand, they also expressed the difficulty involved in doing so-not having much regular or consistent access to contexts in which to learn and practice, the mismatch between ways of "talking White" and their home environments, and, finally, pride. Both personal pride and cultural pride seemed to have been an issue.
Many of these students shared the personal feeling that they, and students like them, have been "cut off" from quality schools and, indeed, an entire realm of social life in which they could have acquired these skills naturally (as others do). To some degree, they interpreted this situation to mean they are unwanted in these echelons; why should they "fight" (i.e., imitate) to gain entry where they are not wanted? The experiences of many of the students affirmed that their family and communal ties were the ones that would be there for them in the end. Thus, there appeared to be a greater cost involved than simply learning new vocabulary, skills, or strategies. They put themselves and their identities on the line emotionally in the course of such efforts.
Cultural pride also played a role for students such as Mitzli and Gloria, who expressed it openly. They had no desire to integrate themselves into the mainstream culture. They saw their role as teachers who will educate students within their own cultural milieu, be it Latino or African American. They felt that learning certain vocabulary or worldviews (including inherent values) would take them away from their own cultural base and would not be worth their time and energy. Similar to the Afro-cultural perspectives revealed in other research on language and community (Fordham & Ogbu, 1986) , they feared that learning standard English "just to pass a test" would make them less appealing and accessible to the home communities to which they were attached and hoped to serve (Vigil, 2004) .
Conclusions
We conclude that PRAXIS I, as it is currently used in most settings, is an inequitable TEP admissions tool because it establishes a single standard to assess the capabilities of talented students who have had unequal educational opportunities and unequal access to the knowledge needed to attain passing scores on the test. We are not advocating "special consideration" for students of color who take the test; we ask for fairness. The test does not ensure high standards, as advocates have hoped, and instead excludes many talented students of color both because PRAXIS I itself is unfair and because P-12 schools do not provide a high-quality education for all students from all ethnic, linguistic, socioeconomic, and geographic backgrounds. Indeed:
The educational losses to minority students created by a centralized, standardized system of testing are many. What is taught, how their learning is assessed and represented in school records, what is omitted from their education-all these are factors that are invisible in the system of testing and in the accounting system reporting its results. Standardization of educational testing and content is creating a new kind of discrimination-one based not on a blatant stratification of knowledge access through tracking, but one which uses the appearance of sameness to mask persistent inequalities. (McNeil, 2000, pp. 251-252) We make the following recommendations to help address unfair access to TEPs with the view that these are stopgap measures intended to be used until a fair test can be created and precollegiate education is equitable across the nation.
1. Waive the PRAXIS I test for students who attain an SAT score of 1,000 or above (or an equivalent ACT score). Research has shown that PRAXIS I is a redundant expense for these students. 2. Pretest all other college-entry students who are potential teacher education majors in the areas of mathematics, reading, writing, and oral communication and provide a general education program to address areas of weakness. In addition, assign these students to freshman special interest and support groups. We have found that students who have deficit skills in reading, writing, or mathematics do not catch up via test preparation sessions without additional coursework. These courses should be taken the first year, before test anxiety becomes an even greater issue (as is the case after a passing score has not been attained on one or more sections of the test). 3. Establish the passing score on the PRAXIS I test in at least two ways:
(a) The individual meets or exceeds the cutoff score on all three sections (reading, math, and writing), or (b) the individual attains a composite score on reading, math, and writing that equals or exceeds the composite of required cutoff scores. The composite score lessens the burden of three hurdles to pass and has been adopted in several states (Ross, 2005) . We have found that the majority of our students have difficulty with only one section, usually reading or math; some of them have high scores in two sections and continue to miss passing the third section by a point or two. States with cutoff scores lower than the national average should establish a minimum cutoff score for each section, in addition to the composite, to ensure that all candidates meet some standard of excellence. 4. Provisionally admit students wishing to enter teacher education later in their education careers who have a high GPA (to be established by program areas) and exhibit strong evidence of teaching ability but who score below the established cutoff. These students can pursue their studies while preparing to pass the test; if they do not achieve passing scores as suggested in Recommendation 2, they may present a portfolio to demonstrate their teacher competence and seek licensure. 5. Provide unlimited test-taking time for students whose first language is not English, including Ebonics.
In addition to these immediate changes that could be implemented on individual campuses and proposed to state teacher licensure agencies, we hope the test itself will be revised and revalidated with a more inclusive pool of test developers and test takers than is currently the case (e.g., see Tannenbaum & Rosenfeld, 1994 ).
In conclusion, we thank our students for collaborating with us in this research. We hope we have done them justice by lifting their voices in ways that express the power of their ideas and the pain of their experiences. We have been informed by their insights, saddened by their stories, and inspired by their hopes that somehow we can all make a difference in writing about our collective experiences with PRAXIS I and access to teacher education.
APPENDIX

Sample PPST Questions
First Sample Question
Please use the following to answer Questions 1-4.
Heat reactions usually occur when large amounts of water and/or salt are lost through excessive sweating following strenuous exercise. When the body becomes overheated and cannot eliminate this excess heat, heat exhaustion and heat stroke are possible.
Heat exhaustion is generally characterized by clammy skin, fatigue, nausea, dizziness, profuse perspiration, and sometimes fainting, resulting from an inadequate intake of water and the loss of fluids. First aid treatment for this condition includes having the victim lie down, raising the feet 8-12 inches, applying cool, wet cloths to the skin, and giving the victim sips of salt water (1 teaspoon per glass, half a glass every 15 minutes) over the period of an hour.
Heat stroke is much more serious; it is an immediately life-threatening situation. The characteristics of heat stroke are a high body temperature (which may reach 106°F or more); a rapid pulse; hot, dry skin; and a blocked sweating mechanism. Victims of this condition may be unconscious, and first aid measures should be directed at cooling the body quickly. The victim should be placed in a tub of cold water or repeatedly sponged with cool water until his or her temperature is lowered sufficiently. Fans or air conditioners will also help with the cooling process. Care should be taken, however, not to over chill the victim once the temperature is below 102°F.
1. The most immediate concern of a person tending to a victim of heat stroke should be to: Answers to the sample items:
1. E. This is stated in the last paragraph: . . . first aid measures should be directed at cooling the body quickly. 2. B. This is stated in the first sentence of the second paragraph. 3. C. Heat stroke victims have a blocked sweating mechanism, as stated in the third paragraph. 4. C. The second paragraph states that for the symptoms of heat exhaustion (which include nausea and dizziness), first aid treatment includes giving the victim sips of salt water. The other choices relate to heat stroke. 5. E. The index lists page 51 under the topics of both pasture and arson (which is illegal burning), so E is the best choice. 6. A. Although there are more entries in the index having to do with fire, arson, and fire protection, industrialization accounts for the greatest number of pages (18) listed under the topic of forest destruction.
1 TEAM students have a choice of TEP, including early childhood education, elementary education, all grades, or a content area in secondary education. The honors seminar brings TEAM students together from all of the cohorts and different TEPs, and it is required of all TEAM students on campus.
2 In the state of Indiana, the cut scores for the paper version of the test were raised by 7 points on the reading and math sections and by 2 points on the writing section. The increases for the computerized test were 8 points for reading, 7 points for math, and 6 points for writing. (A member of our state's Professional Standards Board acknowledged that the specific point value increases were determined more so for political reasons than for educational reasons. Here they took the average score on a particular section and raised it by one standard deviation, and thus was born [decided] the new passing score. The goal was to make the statement that the state had set high standards, as if having especially high cut scores on this single, uniformly administered test was the best or only way to make such a statement or to achieve this goal.)
3 Through the fall semester of 1998, students could meet the PPST criteria in one of three ways. They could (a) take and pass all sections of the PPST, (b) merit a passing equivalent score on the basis of their previous SAT or ACT scores, or (c) merit a passing equivalent score on the basis of their core battery scores on the National Teacher's Exam. 4 The Banks typology has been revised to include six stages: ethnic psychological captivity, ethnic encapsulation, ethnic identity clarification, biethnicity, multiethnicity, and globalism (Banks, 1981, p. 132) .
